I. INTRODUCTION
Pre-service English Language (EL) teachers are required to take school-based teaching practicum in their teacher education program. The school-based teaching practicum enables the pre-service teachers to practice their teaching performance before graduating. Assessing their teaching classroom performance is considered a high-stake as it determines if those pre-service teachers will be qualified and ready to teach or not.
English teacher education programs in Oman have school-based teaching practicum in the final year of their programs. The pre-service EL teachers are assessed through classroom observation which is a common instrument around the world. Stakeholders who are involved in assessing the pre-service teachers are university supervisors and cooperating teachers. The university supervisors are the academic teachers who are teaching the pre-service teachers during their program, while the cooperating teachers are the classroom teachers who teach the class which the preservice teachers are trained and practiced in.
The university supervisors visit schools and assess the pre-service teachers using the designed classroom observation form. In addition to this, the university supervisors are involved in other practices such as feedback and given grade at the end of the school-based teaching practicum. Investigating how those university supervisors, who are involved in this social phenomenon, experience the practices is the aim of this study. This study will examine the university supervisors" lived experiences of the practices when assessing the classroom performance of the Omani pre-service EL teachers. Investigating how the university supervisors understand their practices is significant for this study. Firstly, the university supervisors play a major a role and weight in assessing the Omani pre-service EL teachers. Secondly, their understanding of the practices is a significant measure of how the Omani pre-service teachers are assessed, which as a consequence will determine the possibility of their readiness to teach. Thus, this pilot study will begin with a review of the literature around the international best assessment practices for the classroom performance of pre-service teachers. Then, the littleresearched of university supervisors" experiences about these practices will be explained. Followed, the literature will conclude with the research question that will guide this study.
II. LITERATURE REVIEW
In the recent years, there has been a shift in the field of assessment for new and pre-service teacher. Instead of focusing on input measures such as grade point average, credits taken and content knowledge examinations, the trend is focusing on output measures which are performance assessments, portfolios and observations of teaching practice [1] . During observations of teaching practice, assessors assess the pre-service teacher performance against a set of criteria to determine the degree to which the pre-service teacher performance meets the criteria for teaching. This criterion-reference measure is what recently known as authentic assessment.
In the field of pre-service teacher education around the world, authentic assessment is considered a trustworthy form of assessment that reflects the nature of teacher"s work [2] , [3] . According to this recent Queensland College of teachers" report [2] , authentic assessment is defined as follows, Authentic assessment requires preservice teachers to deploy combinations of knowledge, skills, and dispositions in their professional life. Authentic assessment makes the core aspects of teaching visible and measurable against a set of agreed standards. Authentic tasks engage preservice teachers in processes that are necessary to act professionally in planning curriculum units for a specific group of students, designing episodes of teaching, teaching, and evaluating the effectiveness of their teaching. Authentic assessment, therefore, requires preservice teachers to be explicit about their thinking and decision-making in designing teaching episodes, to reference the sources and rationale for their ideas, and to reflect upon the actual teaching experience and plans for revising and redesigning the teaching episodes. This dissolves the division between theory and practice and creates a system of reflective practice that adds to the professional knowledge of teaching.
The purpose behind such a definition has urged stakeholders of pre-service teacher education programs (such as United States of America and Australia) to create, in addition to the classroom observation criteria, structured or unstructured portfolio assessments (so-called Performance Assessment for California Teacher: PACT and Deakin Authentic Teacher Assessment: ATA) to enable preservice teachers experience an ownership of their role of becoming a reflective practitioner. More importantly, the criteria in the classroom observations are aligned with teaching professional standards as a means for guaranteeing quality and accountability. As a consequence of this and as [2] emphasized that an effective teacher evaluation system should be "based on professional teaching standards" and "include multifaceted evidence of teacher practice, student learning, and professional contributions that are considered in an integrated way" (p. 153). Having had an effective teacher evaluation system, these programs have provided a rich evidence of their pre-service teachers" readiness to teach.
The discourse of standards for teaching is as much about enhancing teaching quality as well as providing appropriate professional learning opportunities for teachers throughout their careers [4] . Several studies have demonstrated how professional teacher standards can define good practice and act as powerful vehicles, useful mechanisms and useful reference points for teaching credentials, appraisals and professional development e.g., [5] - [7] . [8] adds to this debate claiming that a set of professional standards can increase teachers" effectiveness and their public credibility.
Many countries around the world have implemented professional standards in their teacher education programs. The Australian Professional Standards for Teachers (APST) were devised by the Australian Institute for Teaching and School Leadership (AITSL) and are a public statement of what constitutes teacher quality (AITSL, 2014). According to the [9] , the standards "provide a framework that makes clear the knowledge, practice and professional engagement required across teachers' careers. They present a common understanding and language for discourse between teachers, teacher educators, teacher organisations, professional associations and the public" (p. 2).
In the Middle East, teacher professional standards are also recognized as an important factor for improving quality education. For example, Qatar has called on the service of Australian (Queensland) educators to develop the Qatar National Professional Standards for School Teachers and Leaders (QNPSTSL). QNPSTSL have been implemented as a common reference point to "describe the skills, dispositions and knowledge teachers and school leaders need to know in order to be effective in their profession" [10] (p. 110). Oher countries, both developed and developing, are also implementing teacher professional standards in their teacher education programs as a means of capturing their own vision of what constitutes a quality teacher in their context.
The experience of assessors regarding authentic assessment and standards for teaching is not well-studied. There is paucity of research, in particular, regarding university supervisors" experiences of how pre-service teacher performance assessment is practiced. This dearth of research could be due to firstly that the university supervisors usually do not play a role in the assessment process. For example, In Australia, the pre-service teachers are solely assessed by the supervising teacher who is the class cooperating teacher [11] .
Secondly, research examining the university supervisors" roles as assessors is often correlated with the class cooperating teachers" roles. For example, [12] indicated that the university supervisors and the classroom cooperating teachers depend on their professional judgement to decide what is passing or proficient pre-service teacher performance because many observation rating instruments have either a) "met" or "not met" or b) four to five levels of performance with no descriptions of what performance look like at these various levels. Moreover, [13] found that the both the university supervisors and the cooperating teachers provided support for the pre-service teachers either on providing feedback of the observed lessons (university supervisor"s role) or on cooperating with pre-service teachers of how to plan lesson sequences for the schoolbased teaching practicum (cooperating teacher"s role).
This study investigated how the university supervisors experience the assessment practices pertinent to the classroom performance of Omani pre-service English Language teachers during their school-based teaching practicum. In order to answer this question, this pilot study took place in one of the higher education institutions in Oman. This institution which is Rustaq-College of Applied Sciences hosts, in addition to Business and Information Technology programs, an English teacher education program. The following section describes in details an English teacher education program in Rustaq where the study has been conducted, who will be involved in the study, how will I approach the participants and what findings the study reveal in order to understand the participants" experiences regarding the investigated phenomenon.
III. MYTHOLOGY

A. Rustaq-College of Applied Sciences (Oman)
Rustaq College of Applied Sciences (RCASs) offers an education program for English language teaching in Oman. It is a governmental college under the umbrella of the ministry of Higher education. The English Education program in RCASs has theoretical courses and practical courses. The practical courses are the courses where the preservice teachers practice teaching in the college and in schools. The ones which are in the college are practicum 1 and practicum 2 and the ones which are in schools are practicum 3 and practicum 4. These latter courses are
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offered in the final year of the program where the preservice teachers go to school twice a week for the two semesters in addition to the courses they take in the college. For example, in the first semester the pre-service teachers have four courses in the college plus practicum 3: twice a week in the school; whereas in the second semester they have three courses in the college plus practicum 4: twice a week in the school. In practicum 3 & 4, a pre-service teacher is assessed by two university supervisors during the semester. These two university supervisors swap schools in the second half of the semester so that they can assess different groups of pre-service teachers in a different school. Table I . 
B. University Supervisors
The ten participants" university supervisors are qualified to teach English language teachers and have had a supervision experience either in Oman or in other countries. Those university supervisors including their gender, nationalities and supervision experience are indicated in
C. Semi-Structured Interviews
Face to face semi-structured interviews were conducted with the ten university supervisors. The questions were open in order to allow the participants to describe their experience and how they experience it. The targeted questions were concerning the participants" role in the assessment, the positive aspects and construing factors, and their reflection on the whole experience. The interview guideline is provided in Appendix (1).
IV. DATA ANALYSIS
An interpretive phenomenological approach (IPA) was utilized to analyze the semi-structured interviews as it captures the lived-experience [14] . [14] provided a more authentic step-by-step IPA to follow. These steps are as 1) reading and re-reading the transcripts; 2) initial noting of the transcripts; 3) developing emergent themes; 4) searching for connections across the emergent themes and finally 5) moving to the next case or participant. I adopted the steps of data analysis that are recommended by [14] but as suggested have also allowed some flexibility in the process. I read the 10 transcripts several times and summarize each one to have an understanding of that particular participant"s experience, and then I moved to the second one and did the same and ext.
After that, I read the summary of each one and looked for connections among the participants" experiences as summarized and when needed I returned to the original transcripts. So, it is an iterative process. The following section presents the findings of the analysis and the discussions of these findings.
V. FINDINGS AND DISCUSSIONS
The analysis of the 10 university supervisors" experiences regarding the practices used to assess the classroom performance of Omani pre-service EL teachers during the school-based teaching practicum reveal four main practices: undefined criteria per a lesson; providing feedback and gauging performance; lack of cooperation with the cooperating teacher and agency of pre-service teachers. These practices will be presented and discussed in the following paragraphs.
A. Undefined Criteria per a Lesson
The university supervisors used the criteria given by the RCASs to evaluate the classroom performance of the preservice teachers. the Us#1 said, "we use checklist to evaluate our student performance trainee at school and that checklist consists of 20 items which has different categories: such as personality, about language, about instruction and class management. However, each supervisor has his/her own way of assessing an observed lesson. The Us# 2 described his way of assessing the observed lesson during the actual assessment process saying, "Actually during the class I write everything student trainees do and after the class I can easily go step by step but normally I divided them into two things: what do you like about that class and suggestions for improvement and I always start with the good things regarding that class and even with these good points I start from the beginning what he did from the beginning till he finished for example the warm-up activity task, what are the good things about this task and then the first task and the second task and then move again to the suggestions for improvement, for example in the warm-up how can we improve it? how can I make it better? And if there is any grammatical mistakes or vocabulary mistakes spelling I raise them wherever we reach a stage of a particular task a student trainee did".
While the Us#2 observed everything about the class from the warm-up activity and until the last task of the lesson, the Us#4 focused more on the instruction and language. He justified his emphasis on these two criteria as, "teachers have to be very clear about the instruction, monitoring while they are doing the activity, and be a facilitator in the class. The instruction is very important for the students to learn". And regarding language, he commented, "those who are good command in language are successful as they are confident in presenting the language and they become good teacher because they will enter class with confidence."
The reason behind the undefined criteria on the observed lesson between the university supervisors is as Us#9 mentioned because "the criteria more often are subjective". So when asked her about how can it be improved, she suggested, "standardized benchmark". Similarly, the majority of the University supervisors are hoping for further
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defined criteria. The Us#2 suggested that, "there should be a form or a benchmark where all university supervisors should refer to describe which degree student trainees have achieved in a particular aspect". Furthermore, the Us 4# suggested that the university supervisor should inform preservice teachers on "what is he looking at, which part he is focusing on and which part he is not focusing on" before the lesson is observed. Involving pre-service in the assessment regarding the basic knowledge of assessment, defining what to assess, deciding on tools, and developing criteria strengthen the construct validity of assessment as proposed by [15] .
B. Providing Feedback and Gauging Performance
The university supervisors have a dual-role: the first role is to provide feedback after the classroom observation. They all deem feedback as a significant practice through which the university supervisors transfer their knowledge to the pre-service teacher and as a consequence it improves preservice teacher teaching performance. The Us#7 said, "feedback is a feedback if there is an action". So, after the classroom observation, he provided the pre-service teachers with a descriptive feedback and then a written feedback and next time as he said, "check and follow if student trainees reflect and if there is an action upon it". Similarly, the Us#10 provided the pre-service teachers with oral feedback and next visit as she said, "see any development and If they [pre-service teacher] listen to my feedback". This finding aligns with [16] and [17] who believed that feedback strategies both affective and cognitive focus on closing the gaps in student performance. Concurrent with the first role, the university supervisors are grading and gauging the preservice teacher performance. The school-based teaching practicum in RCASs is considered a course with a mount of credit hours. Despite this fact, the university supervisors are against the practice of grading performance. The Us #10 said one of the constraining factors of the assessment system is the "notion of grade" and/or "grade does not reflect the teaching capability of students trainees". Similarly, the Us#5 suggested that the pre-service teacher performance "not to be graded either you have done or not done which is satisfactory or non-satisfactory". Likewise, the Us#2 proposed "finding clear descriptions of all degree of performance" and the Us#9 echoed what the Us#5 and the Us#2 suggested and added, "If the system is set up in a way that does not allow for much improvement then assessment is just reduced to just a grade at the end of the semester when it should really reflect the improvement of students trainees overtime".
The concern of the university supervisors regarding the graded system resonate with the old traditional input measures whereas the new shift as indicated in the abovementioned literature is focusing on the output measures through which the pre-service teachers can demonstrate their professional knowledge and practice and this is what teaching professional standards aim for.
C. Lack of Cooperation
The university supervisors admitted of not having cooperation with the classroom cooperating teachers who are also responsible for assessing the classroom performance of pre-service teachers. The Us#3clarified the lack of cooperation saying, There is no communication the only communication is between me and the senior teacher [a teacher responsible of class cooperating teachers]. Our cooperation is setting timetable with students trainees so I have to observe from periods 1-6 and I don"t touch the way of assessing students trainees. I have my own way and they have their own way. Mostly the coordination is regarding an administrative issue. Also, it depends on schools, 95% I communicate with the senior teacher not the cooperating teacher. Moreover, the Us# did not have any cooperation with the cooperating teachers and had no idea about the criteria the cooperating teachers are using to assess the pre-service teachers. However, she admitted that the cooperating teachers "are familiar with the level of students and their feedback is valuable". The Us#10 attributed the lack of cooperation to the large number of pre-service teachers they have to observe when they visit schools. So, she only approached them when there is a major problem related to school issues or classroom performance of pre-service teachers. However, [15] confirmed that all stakeholders involved in the schoolbased teaching practicum are crucial to ensure high quality assessment of the practicum which is conducive to "quality of teacher education" (p. 284). In another word, cooperation and communication between all stakeholders empower the assessment of the school-based teaching practicum.
D. Agency of Pre-service Teachers
A final practice that is revealed through the university supervisors"" experiences is the agency of pre-service teachers in the assessment process. The pre-service teachers are allowed to have a voice in an oral feedback where both parties discuss the observed lesson and accordingly the preservice teachers can defend their performance, seek clarification for any misinterpretation. The Us#4 reported on the agency of the pre-service teachers saying, "I usually wait for the self-reflection form to train them to evaluate themselves". Similarly, the Us#8 elaborated in the selfreflection form which the pre-service teachers are involved in after presenting their lessons. He clarified that the preservice teachers "reflect on their performance indicating where the strong points are and think about weakness and usually deal with them in the reflection and how to solve such issue in the future". [18] Study indicated that preservice teachers reflected on their teaching in profound ways when they were afforded opportunities to engage in dialogues with their assessors. Moreover, the Us#1 added that the pre-service teachers are encouraged to evaluate each other, a peer-observation, which is, as he described, "a good training". Peer-observation is well-research of its effectiveness in improving the quality of teaching see [19] - [21] as the peers assist each other in improving their teaching practices.
VI. CONCLUSION AND IMPLICATION
The purpose of this study is to investigate the university supervisors" experiences regarding the assessment practices of the classroom performance of pre-service English Language teachers. They experienced undefined criteria when assessing the classroom performance of pre-service International Journal of Languages, Literature and Linguistics, Vol. 2, No. 4, December 2016 teachers. However, having defined criteria of what to assess assists university supervisors and pre-service teachers to have a focus and as a consequence improve the classroom performance, which is the aim of the school-based teaching practicum. Also, the university supervisors experienced providing feedback to improve the pre-service teacher performance and at the same time they experienced grading that performance which some of them found it a constraining factor. Therefore, they suggested a benchmark or standards which have descriptions of what the performance should look like with no grade in it. Moreover, they experienced lack of cooperation with the cooperating teachers although research emphasized having such cooperation empowers the assessment of school-based teaching practicum. Finally, the university supervisors experienced having agency for pre-service teachers through self-reflection and through peer-observation to enhance their classroom performance.
Thus, this study is significant. Firstly, it has added to the body of knowledge on the little-studied research about the university supervisors" experiences in the ELT context. Secondly, the findings of this study are significant as they have practical application or implications for future research. The first practical application for university supervisors is to define what to assess and have a pre-discussion with the preservice teachers so that both of them have a clear purpose of what to achieve. The second practical application is to strength the relationship with the cooperating teachers as their feedback is valuable and can empower the assessment and enhance the pre-service teachers" classroom performance. The third practical application is to reconsider the grading system and emphasize on the value of feedback. This practical application implies for future research which investigate the effectiveness of grading system on the preservice teacher classroom performance.
APPENDIX
Interview guideline 1) Can you tell me your supervision experience? 2) Can you tell your experience regarding the assessment process? 3) Can you tell your cooperation with school and the cooperating teacher? 4) Can you tell me the role of pre-service teachers in the assessment process? 5) Can you tell me the feedback you provide after the classroom observation? And what kind of feedback do you provide? 6) Can you tell how might the assessment be improved?
